The main objective of this chapter is to give a detailed description of the use of lexical verbs in L2 learners' academic writing compared to both expert and novice native writing. The investigation is based on expert and learner corpora of academic writing and the method is corpus-driven rather than corpus-based, i.e. 'relies heavily on data and (largely) automatic procedures' (De Cock 2003:197) (cf. also Tognini-Bonelli 2001) . The investigation attempts to tackle the following questions: Which (categories of) verbs do learners use in their EAP writing? Is the set of EAP verbs used by L2 learners different from that of both expert and novice native users? Do L2 writers use EAP verbs in their typical lexico-grammatical patterning?
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Introduction
In spite of their relative infrequency in English for Academic Purposes (EAP) as compared to other genres, notably conversation and fiction (Biber et al 1999: 358) , lexical verbs contribute significantly to some major EAP functions such as expressing personal stance, reviewing the literature, quoting, expressing cause and effects, summarizing and contrasting. They enable writers to modulate their ideas and position their work in relation to other members of the discipline. Hinkel (2004) classifies them into the following five categories: activity verbs (make, use, give), reporting verbs (suggest, discuss, argue, propose) , mental/emotive verbs (know, think, see) , linking verbs (appear, become, keep, prove) and logico-semantic relationship verbs (contrast, follow, cause, illustrate) . Among those it is undeniably the category of 'reporting verbs' that has received the most attention (Thompson & Yiyun 1991 , Shaw 1992 , Thomas & Hawes 1994 , Hyland 1999 , Charles 2006a & 2006b .
Reporting verbs are important in academic discourse, as 'they allow the writer to clearly convey the kind of activity reported and to precisely distinguish an attitude to that information, signaling whether the claims are to be taken as accepted or not' (Hyland 1999: 344) . Other categories, such as that of 'coming-to-know verbs' (Meyer 1997; Hiltunen 2006) , have also been the subject of detailed investigation. In general, EAP studies have tended to focus on one specific category of verbs rather than give a general overview of the use of lexical verbs in academic discourse. Williams (1996) is an exception in this respect as he investigates all lexical verbs of a particular frequency used in medical reports. written in informal English may be considered too simplistic even if the actual ideas and/or data are complex'. Presenting learners with lists of EAP verbs and the exact meanings they convey is therefore undoubtedly an important first step but unless it is complemented with a detailed description of their use, results are bound to be highly disappointing. One of the strengths of EAP verbs, their ability to help modulate the message via tense, aspect, mood and voice, creates a minefield of difficulties for learners (Hinkel 2002, Swales and Feak 2004) . Research has tended to focus largely on these areas of difficulty, in particular on the issue of tense and aspect and the question of the transferability of General English rules to EAP (Swales 1990: 151) .
However, this is not the only problem that learners are faced with. They also have to deal with the fact that each EAP verb has its own preferred lexico-grammatical company, viz subjects (this study shows that; the evidence suggests that; these results suggest that,), objects (SUPPORT the view / hypothesis that …, PROVIDE evidence / information) and adverbs (DIFFER significantly; VARY considerably / widely; APPLY equally; closely related; widely used; generally accepted) and tend to appear in routinized structures (as discussed in; there is (no, some, little) evidence that, it should be noted that). Generalities such as 'The passive is very frequent in academic discourse' are not very helpful as some EAP verbs are hardly ever used in the passive while others are typically (if not exclusively) used in the passive (cf. Swales 2004: 12) .
Lexico-grammatical restrictions of EAP verbs are often disregarded in EAP textbooks, which tend to present verbs separately from nouns and adverbs when in fact, as demonstrated by several recent learner corpus-based studies, it is their interaction that causes difficulty for learners. This is confirmed by Nesselhauf's (2005) investigation of German-speaking English as a Foreign Language (EFL) learners' misuse of collocations in verb-noun combinations. Similarly, Hyland's (2008) analysis of word clusters in Cantonese-speaking students academic writing shows that 'many of the clusters most frequently used in published academic writing were never, or only rarely, found in the student texts' (see also Altenberg and Granger 2001, Ädel 2006) .
All these studies show that it is phraseology in the wide sense, viz including both highly fixed and much looser routinized sequences, that EFL learners find most difficult. Some of these phraseological difficulties, in particular those related to pragmatic appropriacy and discourse patterns, are shared by novice native writers. Hyland and Milton (1997: 192) show that both Cantonese learners and novice native writers mix 'informal spoken and formal written forms and transfer conversational uses of academic genres'. Similarly, Neff et al (2004: 152) compare the expression of writer stance in various corpora of argumentative texts written by EFL learners, novice and professional native writers and show that 'all of the student writers (native and non-native) have the novice-writer characteristic of excessive visibility'.
However, it would be wrong to conclude that native student writers and English as a Foreign Language (EFL)/English as a Second Language (ESL) learners face exactly the same difficulties in academic writing and can therefore be considered as belonging to one and the same category of novice writers. As pointed out by and further argued below, a wide range of lexico-grammatical difficulties are exclusive to L2 learners and therefore deserve specific attention.
The main objective of this chapter is to give a detailed description of the use of lexical verbs in L2 learners' academic writing compared to both expert and novice native writing. The investigation is based on native and learner corpora of academic writing and the method is corpus-driven rather than corpus-based, i.e. 'relies heavily on data and (largely) automatic procedures' (De Cock 2003 :197) (cf. also Tognini-Bonelli 2001 . The investigation attempts to tackle the following questions: Which (categories of) verbs do learners use in their EAP writing? Is the set of EAP verbs used by L2 learners different from both expert and novice native users? Do L2 writers use EAP verbs in their typical lexico-grammatical patterning?
In section 2 we describe the corpora and the methodology used to extract EAP verbs. Section 3 discusses the advantages and disadvantages of taking word forms or lemmas as units of analysis. Section 4 gives the results of the analysis of lexical verbs in EFL and professional academic writing. Section 5 addresses the issue of text type and domain comparability by revisiting the findings of section 4 in the light of a comparison between EFL and native novice writing. Section 6 contains concluding remarks.
Data and methodology
This study makes use of two large collections of academic discourse to describe the use of EAP verbs by native and learner writers. The learner data comes from the second edition of the International Corpus of Learner English (henceforth ICLE) (Granger et al. forthcoming) which contains over 3 million words of argumentative essay writing by high-intermediate to advanced EFL university students of 16 different mother tongue backgrounds: Bulgarian, Chinese, Czech, Dutch, Finnish, French, German, Italian, Japanese, Norwegian, Polish, Russian, Spanish, Swedish, Tswana and Turkish. The focus of our study is on EFL learners rather than ESL students. The two populations are rarely distinguished in the literature and yet they are quite different. For example, the use of phrasal verbs instead of the more EAPappropriate single word equivalents is often presented as a major problem for EAP students (cf. e.g. Swales & Feak 2004) . It may well be a problem for ESL learners exposed to informal English on a daily basis or for novice native writers who may transfer their everyday English to their academic texts. However, it is not a major source of difficulty for EFL learners, who make scant use of phrasal verbs (cf. Sjöholm 1998; Liao and Fukuya 2004) .
A large collection of expert writing, which will be referred to as ACAD, is used as a comparable corpus. It is composed of the academic sub-parts of the MicroConcord corpus collection (Johns & Scott 1993) and the Baby British National Corpus (cf. Burnard 2003) , which combined, contain 2 million words. Both corpora consist of published academic prose (book samples and articles) and are divided into five sub-corpora of c. 200,000 words, each of which corresponds to a broad academic discipline (e.g. humanities, social science, applied science, technology and engineering).
The main advantage of these two corpora is that they are large collections of academic texts and thus highly valuable in providing a general overview of the use of lexical verbs in academic writing. An important caveat however, is that the two corpora are not fully comparable. Expert texts are expository in nature, i.e. they are topic-oriented (cf. Britton 1994) and rely on the comprehension of general concepts (cf. Werlich 1976) while argumentative essays 'depart from the assumption that the receiver's belief must be changed' (Gramley and Pätzold 1992:193) . In addition, expert texts are discipline-specific while learners' essays discuss a range of general topics such as feminism, the impact of television, drugs, etc. Special care therefore needs to be taken to interpret results in the light of genre analysis as some differences between learner essays and expert texts may simply reflect differences in their communicative goals and settings (cf. Neff et al. 2004) . Another issue concerns the use of professional native writing as a standard of comparison in learner corpus research. This has been criticized by several authors, among others Lorenz (1999: 14) , who considers this practice to be 'both unfair and descriptively inadequate' and Hyland and Milton (1997: 184) who take a stand against the 'unrealistic standard of "expert writer" models' and argue that native student writing is a better type of comparable data to EFL learner writing if the objective is to describe and evaluate interlanguage(s) as fairly as possible 1 .
To address these issues of comparability, two additional corpora are used in the second stage of our investigation. They have the advantage of representing the same text type, namely argumentative essay writing, and contain data from EFL learners and native novice writers. The learner corpus is a subcomponent of ICLE that only contains data from French-speaking learners. The corpus of student writing is a subpart of the Louvain Corpus of Native Speaker Essays (LOCNESS) (cf. Granger 1996) , which consists of argumentative essays written by American university students. The two corpora are approximately the same size (150,000 words) and cover similar topics (e.g. Crime does not pay, Feminists have done more harm to the cause of women than good, Most university degrees are theoretical and do not prepare students for the real world, and In the words of the old song, money is the root of evil). Table 1 gives an overview of the four corpora used. Figure 1 shows an example of CLAWS C7 horizontal output: each word form is followed by its part-of-speech (POS) tag. The tagset includes six different tags for lexical verbs: VV0 (base form, e.g. drink, work), VVD (past tense, e.g. drank, worked), VVG (-ing participle, e.g. drinking, working), VVI (infinitive, e.g. drink, work), VVN (past participle, e.g. drunk, worked), VVZ (-s form, e.g. drinks, works).
Corpora

Number of words
The_AT whole_JJ point_NN1 of_IO the_AT play_NN1 seems_VVZ to_TO be_VBI an_AT1 attack_NN1 on_II the_AT Church_NN1 ._PUNC … with AT: article; JJ: adjective; NN1: singular common noun; IO: of (as preposition); VVZ: -s form of lexical verb; TO: infinitive marker 'to'; VBI: be, infinitive; AT1: singular article; II: general preposition; PUNC: punctuation We also applied a Perl program 3 to CLAWS vertical output (cf. Figure 2 ) to create corpora consisting of lemmas + simplified POS-tags (cf. Figure 3 ). POS-tags were automatically simplified to match the level of specificity of lemmas, i.e. the six tags available for lexical verbs (VV0, VVD, VVG, VVI, VVN, VVZ) were replaced by a single VV tag. We made use of WordSmith Tools 4 (Scott 2004) to create lists of word forms + POStags and lemmas + POS-tags for each corpus. In this study, we analyse all lemmas and word forms that were assigned a VV or VV* tag.
POS-tag
Verb forms vs. verb lemmas
Any corpus-driven investigation of lexical verbs needs to consider the advantages and disadvantages of using verb lemmas or verb forms as units of analysis. If lemmas are used, the different inflectional forms, eg. claim, claims, claimed, claiming, are merged. This is a useful option if the aim of the analysis is to give a general overview of learners' lexical repertoire and/or detect patterns of use that cut across verb forms (e.g. the use of a that-clause with the lemma CLAIM). However, as rightly pointed out by Sinclair (1991) , lemmas are an abstraction and only using lemmas amounts to losing important information as each word form has its own individual patterning.
Sinclair (ibid: 41) sees a future for a new branch of study that focuses on the interrelationships of a lemma and its forms as 'it is not yet understood how meanings are distributed among forms of a lemma'. He even goes as far as to suggest that lexicographers change the traditional practice of using the 'base' or uninflected form as headword and use 'the most frequently encountered form' instead (ibid: 42), a pioneering view that has so far gone unheeded. In a previous study (Granger & Paquot 2005 ), we carried out an automatic comparison of a 1 million-word corpus of academic writing and a similar-sized fiction corpus. Using the criteria of keyness, frequency, range and evenness of distribution, we identified 930 lexical items that figured more prominently in the academic corpus than in the fiction corpus. One of the interesting results of the study is that verbs regularly function as EAP keywords in only one or two inflectional forms. As shown in Figure 4 , nearly half of the verbs (47%) appear as distinctive EAP items in only one word form and almost a quarter of them (23%) in two word forms. A minority appear in three (19%) or four (or five) word forms (11%). 
Lexical verbs in learner academic discourse
In this section we draw up lists of the lexical verbs used in ICLE and compare the results with those used in ACAD. We first focus on verb lemmas for the insights they provide into learners' lexical stock of EAP verbs (section 4.1) and then on verb forms (4.2) to uncover new perspectives on learners' preferred and dispreferred EAP patterns (section 4.3).
EAP verb lemmas
The lists of the top 100 verb lemmas in ICLE and ACAD are included in Appendix 1. Table 3 shows the degree of overlap in the top 100 verbs in each corpus. Of the 148 different verbs, about 35% (N=52) are shared by the two corpora and around a third (32.4%; N=48) are only found in one of the two lists. Among the shared verbs quite a number display marked differences in ranking: WANT (rank 8 in ICLE vs 46 in ACAD), TRY (rank 19 vs 49), HELP (21 vs 66), SHOW (28 vs 9), PROVIDE (40 vs 16). Table 4 . All the other words except one (COLLIDE) are words from the General Service List (GSL). 5 If Paquot's AKL is used instead, the proportion of underused EAP words rises sharply to reach a staggering 88 % (44 / 50). As such, the AKL is highly useful in uncovering all the words highlighted by the comparison with the AWL plus a large number of other words, such as DESCRIBE, SUGGEST, NOTE or INCLUDE, which fill important roles in EAP and therefore deserve to be brought to students' attention (AKL words are underlined in Table 4 ). As most of the verbs are polysemous, a fine-grained semantic classification would require manual scanning of each verb use in context, which clearly falls beyond the scope of this article.
ICLE only ICLE and ACAD ACAD only
However, even without an examination of the verbs in context, the contents of table 4 make it apparent that the majority of the underused verbs fall into three categories: By contrast, the large majority (45, viz. 90 %) of the top 50 overused words (see Table 5 ) belong to the General Service List (in bold in Table 5 ). Besides topicdependent verbs like DREAM, BAN or SMOKE 6 , the list contains several verbs that are marked by Biber et al (1999) as typical of conversation (e.g. THINK, GET, GO, KNOW, LIKE, WANT) and/or highlighted by Hinkel (2004) as not appearing in EAP texts (e.g. FEEL, LIKE, TRY, WANT). Most are activity verbs (HELP, PUNISH, WORK, TEACH, PLAY) and mental verbs of cognition, perception and affection (THINK, LOVE, FEEL, REALIZE).
The list also contains the overused verb of communication SAY. One overused word that is not in the GSL (CREATE) belongs to the AWL but the other four (BAN, IMPORT, RECYCLE, REHABILITATE) are neither in the AWL nor in the AKL. Five overused verbs (STUDY, USE, SOLVE, BECOME, CREATE) appear in the AKL list (underlined in Table 5 ). 
Lemma
EAP verb forms
With a view to assessing the relative merits of a lemma vs. word form approach, we replicated the analysis described in the preceding section with verb forms instead of lemmas. While the analysis revealed a wide area of overlap between the two analyses, it also demonstrated that an exclusive focus on lemmas is liable to distort the picture and hide some major differences between expert and learner use. This distortion can take two different forms: (1) similar frequencies at the lemma level hide over-and/or underuse at the verb form level (cf. Table 6 ); (2) overuse or underuse at the lemma level affects only some of the verb forms (cf. Tables 7 and 8). A good example of the first type of distortion is the verb CONCLUDE (Table 6) , which displays no difference in frequency at the lemma level, but in fact turns out to display an overuse of the infinitive form (conclude_VVI) coupled with a significant underuse of the 3 rd person singular of the simple present tense (concludes_VVZ) and the simple past form (concluded_VVD). The second type can be illustrated by the verb ARGUE (Table 7) whose overall underuse at the lemma level conceals an overuse of the simple present form (except for the 3 rd person singular) and the verb CAUSE (Table 8) It is possible to form a more general picture of the use of EAP verb forms by investigating the breakdown of the different VV tags displayed by the top 100 verb forms in each corpus (full lists in Appendix 2). As shown in Figure 5 , the analysis shows striking differences, notably learners' predilection for infinitive forms (X² = 9.9, p < 0.01) coupled with a seeming avoidance of past participle forms (X² = 12.6, p < 0.01). As shown in Table 6 , the lemma CONCLUDE is used with similar frequencies in ACAD and ICLE. However, the word form analysis shows that EFL learners significantly overuse the VVI. This is due to a significant overuse of the connector 'to conclude' used in sentence-initial position (130 out of 419 occurrences of the lemma CONCLUDE; 31 %), a use that is very infrequent in ACAD (7 out of 208; 3.4 %). The contrast between the repetitive use of 'to conclude' in ICLE and the wider range of patterns used in ACAD appears clearly from the examples (1) to (11).
ICLE
(1) To conclude we can say that the social position is "gradually" improving. (ICLE-
DU)
(2) To conclude, I will insist on the fact that a professional army is extremely useful 
ACAD
(6) It must therefore be concluded that the dynamics remains unaltered.
(7) Finally, the chapter concludes by providing some reflections about the prospects...
(8) He concludes that the effectiveness of a given system should be based on its ability...
(9) It is reasonable to conclude from this that, although there are colliding plane wave space-times...
(10) We may conclude that, in all cases, the opposing waves mutually focus each other...
(11) We must conclude then that, at the very least, a conditioned inhibitor is a stimulus...
By contrast, the lemma ARGUE is significantly underused by learners: it is
almost twice as frequent in ACAD as in ICLE (222 vs 401 per 1 million words).
However, as shown in Table 7 , this underuse does not affect the base form (VV0), which is overused, due to a recurrent use of the verb ARGUE with people and I as subject. Here too the contrast between the wide range of patterns displayed by ACAD and the limited range displayed by ICLE is striking (see examples 12 to 34).
ICLE
(12) Some people argue that television is the greatest invention of the 20th century 
ACAD
(21) It can be argued that experience is in fact the death of innocence.
(22) It could be argued that this gives the work a sense of coherence.
(23) It will be argued, however, that the revolution envisaged by Nazi ideology was a failure.
(24) It has been argued that religion is, in itself, an ideology.
(25) It is sometimes argued that science textbooks are sexist (26) Integration, it is argued, will only work in areas....
(27) It was argued in Chapter 2 that the criminal law ought to spread its net wider (28) Moreover, as argued above, a major reason for having rules....
(29) In previous chapters I have argued that the decline of this investigatory response....
(30) Critics have argued that no evidence exists...
(31) Gergen (1979) also argued that social events are openly competitive.
(32) In the theatre, he argues, there is an internal dramatist.
(33) Spinoza shows this by arguing that God is the creator....
(34) He laid great emphasis on the unity of the Trinity, arguing that root, stem and bark together....
These two examples effectively illustrate the strength of the verb form approach, which functions as a quick way into learners' phraseology. It also shows that over-and underuse need not be taken as negative terms. They can -and indeed should -be taken as prompts for lexical expansion and used with learner populations who wish to attain a native-like mastery of EAP and would benefit from increasing their repertoire of EAP patterns.
Issues of text type and domain comparability
Some of the differences between learner and academic writing highlighted in Section 4.3 may be due to differences in text type. As explained in Section 2, ACAD consists of book samples and articles which are expository in nature while the learner texts are short argumentative essays. A large proportion of those verbs that are significantly underused in ICLE (cf. (ACAD) (36) It is also somewhat remarkable that the global structure of the Bell-Szekeres solution, as described by Clarke and Hayward (1989) , is very similar to that of the collision of an impulsive gravitational wave with a null shell of matter, as described by Babala (1987) The above provides clear justification for those who argue that learner writing should not be compared with professional academic writing (cf. Hyland and Milton 1997; Lorenz 1998 (53) By considering the problem, a borrower's mindset has begun to take form.
(ICLE-FR) (Correction: because people are considering the problem) (54) Therefore, by distributing them in our high schools, students will be better able to protect themselves and their partners. (LOCNESS) (Correction: if they are distributed)
The analysis of LOCNESS, however, reveals that novice L1 writing often appears to occupy an intermediate position between academic writing and EFL learner writing (cf. Gilquin and Paquot 2008) . Novice L1 writers make far fewer semantic and syntactic errors overall than EFL learners. For example, they 'show a rather balanced use of the reporting verbs say, state, show and argue' (Neff et al 2004) , whereas EFL learners underuse the verb ARGUE, which 'constitutes an important rhetorical device, since it allows the writer to put forward another author's argument without presupposing its acceptance, either by the writer or the reader' (Neff et al. 2003: 223) . As put forward by Howarth (1998: 186) , '[a] much greater diversity in non-standard phraseology is found in non-native writing, reflecting learners' general lack of awareness of the phenomenon'. EFL learners use lexical verbs in phraseological patterns that are not found in native writing. Example 60 shows that, in ICLE-FR, sentence-initial 'To conclude', is very often followed by a hedging device introduced by a first person pronoun (in italics) while example 61 illustrates the fact that the active frame 'I believe' is repeatedly premodified by an adverb or a modal expression (emphatic 'do', 'would rather') thus creating an impression of overstatement. Similar learner-specific features are described in Lorenz (1998) and Aijmer (2001) .
(60) To conclude, I will say that we have to be careful...
To conclude, I would rather consider Europe as a nation...
To conclude, my opinion is that television can be considered as the opium of the masses...
To conclude, I would say that science, technology and industrialisation certainly ...
To conclude, I should say that in our modern society, new problems and needs...
To conclude, we should acknowledge that although television is the new opium...
To conclude, I would say that a general authority can be very efficient, but...
To conclude, I shall once more insist on the fact that a world in which dreams...
To conclude, we would say that Marx was right...
To conclude, we can say that many people are today addicted to television.
To conclude, I will insist on the fact that a professional army is extremely useful...
(61) I really believe that every country needs such an army since you can not prevent...
But I really believe that most of the prisoners are not at the right place.
I personally believe that negotiation, long and laborious though it may be, is an alternative... I deeply believe that our society could improve by paying more attention to all...
.. as far as I am concerned, I truly believe that this task can only be performed by each student individually.
I do believe that prison is not the right place for any criminal.
I would rather believe that this issue has always existed.
In addition, a significant proportion of learner specificities are transfer-related.
French learners map the meaning of French DISCUTER onto the English DISCUSS and use this verb instead of TALK or CHAT (examples 62 and 63). As shown in Granger et al (2006) , they produce erroneous verb + noun collocations which have direct translation equivalents in French, e.g. *make abstraction of (= faire abstraction de), *make a step (= faire un pas) and *make part of (= faire partie de) (examples 64 to 66) (cf. also Nesselhauf 2005 , Gilquin 2007 ). Examinons quelques exemples pour tenter d'y voir plus clair.
Considérons un instant le cinéma actuel.
Pensons, par exemple, à l'Espagne, qui, pendant quatre à huit siècles, a appris à côtoyer les peuples arabes.
(68) French learner writing in English (ICLE-FR)
Let's consider the situation in Belgium.
Let's first have a look at what is Europe actually. Now let's move on to our third category of criminals.
Let's try to find the most important principles which are urging people to react as they do.
So let us analyse the potential assets of this country… Let us comment on the second statement: …
Let us now examine the second solution.
Let us explain these two points.
These results clearly show that learners and novice L1 writers cannot be included in one undifferentiated category of novice writers. The two types of writing have some shared characteristics as both writer populations are students who are learning academic writing conventions. However, there is only a partial overlap between the difficulties of EFL learners and novice L1 writers. Perhaps unsurprisingly, the learner writing contains many examples of difficulties that arise from the fact that the learners are writing in a foreign language (difficulties for example with selecting the appropriate preposition after a verb, or the right verb with delexical nouns such as claim, decision, and argument) and are strongly influenced by their L1.
Conclusion
The field of EAP vocabulary has so far been largely dominated by a lemma-based approach. Our study shows that a dual approach -combining both lemmas and word forms -gives us a more precise picture of the diversity of form-meaning mappings that characterizes the use of EAP verbs and that automatic retrieval of verbs from academic texts produced by EFL learners and expert writers is a powerful first step towards our goal of understanding EFL learner difficulties with a view to enhancing EAP teaching tools. Three main findings emerge from our study. The first is that EFL learners significantly underuse the majority of 'academic verbs', i.e. verbs like include, report or relate, that express rhetorical functions at the heart of academic writing, and instead tend to resort to 'conversational verbs', i.e. verbs like think or like, that are characteristic of informal speech. The second is that when learners use academic verbs, they tend to restrict themselves to a very limited range of patterns, which contrasts sharply with the rich patterning that characterizes expert writing. Our study therefore adds support to Ellis et al's (in press ) observation that, even at an advanced proficiency level, learners still "need help to recognize the distinctive formulas that are special to EAP", a major prompt for including language awareness exercises targeting these formulas in EAP classes. Thirdly, a comparison between ICLE and LOCNESS data has demonstrated that, while novice native writers share a number of problems with EFL learners, the latter are faced with a much wider range of difficulties, many of which are exclusive to the learner population. As a result, blanket EAP textbooks targeting both EFL/ESL learners and novice native writers are bound to be too simplistic. Corpus-based studies like this one demonstrate the tremendous potential of corpus approaches to EAP but also the many challenges they pose to EAP researchers. Besides the issue of comparability which, as shown in our study, has a major impact on the results and the conclusions that can be drawn from them, a series of other issues require further investigation. Prime among these is the very notion of academic prose as a single register, "an overly blunt instrument" according to Hunston (2002: 103) , and one whose very existence has been called into question in a number of recent EAP and ESP studies (cf. Hyland 2007) . A natural next step in our work is to investigate to what extent the verb patterns displayed in our large academic corpus hold across individual disciplines (cf. Granger & Paquot in preparation) . This investigation is just one small step on the long journey to map out the features of native and learner EAP corpora -still a largely underexplored territory. 
